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CHAPTER I
INTRODUCTION
Since English is an alphabetic language, educators
may agree that children need to develop basic letter/sound
relationships (Anderson et al. 1985; Chall 1967, 1983).
However, there are common misunderstandings about how much
and what kinds of phonics knowledge and instructions are
needed (Carbo 1987; Chall 1967, 1983; Genishi & Dyson 1987;
Goodman 1986; Heymsfeld 1989; Routman 1988, 1991; Weaver
1988, 1990).

Among these are the myths that whole language

teachers do not engage in direct instruction and that
children in whole language classrooms do not learn phonics
(Weaver, 1990).
Statement of Purpose
The general purpose of this study was to investigate
and document methods used in developing phonic skills
(an understanding of the alphabetic principle and basic
letter/sound relationships and patterns) in whole language
classrooms.

Specifically, this study concerns strategies

used to develop phonics knowledge through (1) reading;
(2) writing; and (3) literature and related activities.
Significance of the Study
The misunderstandings that currently surround phonics
teaching in whole language classrooms may, in part, be
responsible for locking out whole language education from
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our nation's schools (Kantrowitz, 1990).
concerning,

This is especially

in view of the recent passage of Ohio Senate

Bill No. 140 (1989) mandating the teaching of phonics in
grades K-3 (Baldwin, 1989).

Teachers, considering whole

language education for their classrooms, need assurance that
whole language teachers do engage in direct instruction and
that children in whole language classrooms do learn phonics.
The hope of this writer is that teachers will make the
transition to meaningful integration of phonics into the
total reading program with the necessary support of
workable alternatives.
Hypothesis
Whole language teachers are "teaching" phonics, both
directly and indirectly, as the need arises in the context
of authentic literary events.
Delimitations of the Study
This study was limited to two primary whole language
classrooms.

It is not an evaluation of phonics teaching

and learning in whole language classrooms; rather,

its

purpose is to describe these events as they occur
naturally within the context of real reading and writing.
The study was conducted over a period of three months
(approximately one school year quarter).

The examples

shared are not exhaustive, but are selected to make real,
some of the possibilities.
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Definitions of Terms Used
Alphabetic Principle.

There are systematic

relationships between letters and sounds in English.
Whole Language.

A philosophy which refers to

meaningful, real, and relevant teaching and learning.
Literacy.

The ability to read and write.

Invented Spellings.

Phonic misspellings rather than

conventional adult spellings, e.g., tri (try)
Decoding.

Identifying the pronunciation and meaning

of a word.
Whole Language Classrooms.

Ones in which reading and

writing are not taught separately, and in which oral and
written language are employed for personal and functional
use.
Miscue.

An error.

CHAPTER II
REVIEW OF RELATED LITERATURE
In their report titled Becoming a^ Nation of Readers,
Anderson et al.

(1985) writes,

"Classroom research shows

that, on average, children who are taught phonics get off
to a better start in learning to read than children who are
not taught phonics.50» (p. 37)
Although most reading educators agree that children
need some knowledge of basic letter/sound correspondence,
there is considerable disagreement regarding how this should
be done (Carbo 1987; Chall 1967, 1983; Genishi & Dyson 1987;
Goodman 1986; Heymsfeld 1989; Routman 1988, 1991; Weaver
1988, 1990).
Language;

Weaver, in her. book, Understanding Whole

From Principles to Practice, writes " ... it

depends upon what is meant by 'phonics,' and what is meant
by 'teach.'" (p. 142)
Phonics Knowledge
in Whole Language Education
Goodman (1987) defines "phonics" as " ... the set of
relationships between the sound system (phonology) of oral
language and the visual system (orthography) of written
language in an alphabetically written language."

(p. 240)

The goal of phonics instruction is to develop an
awareness - conscious or unconscious - that there is a
relationship between letters and sounds in English.

To

read English proficiently, readers need to have developed
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at least basic phonics knowledge and an ability to use that
knowledge in the context of real reading (Weaver, 1990).
In the process of reading, the good reader coordinates
and utilizes three cueing systems - semantic, syntactic,
graphophonemic - to construct meaning from print.

Any one

system cannot exist in isolation from the others (Routman,
1988).
Newman and Church (1990) explain further:
No one can read without taking into account the
graphophonemic cues of written language.
As
readers all of us use information about the way
words are written to help us make sense of what
we're reading.
But these cues aren't the only
clues readers use.
We use a variety of other
language cues:
cues about meaning (semantic cues)
and cues about the structure of a particular text
passage (syntactic cues).
We use pictorial cues
when they're available, we bring our general
knowledge about the subject into play, and we
bring all our previous experience with reading
and writing to bear when we read. ..." (pp. 20-21)
Thus, the reader must learn to use letter/sound
knowledge in conjunction with context and prior knowledge.
He must be thinking, consciously or unconsciously,
makes sense here?" to get meaning from print.

"What

And because

he is not using letter/sound knowledge exclusively, he does
not need to study these relationships extensively (Weaver,
1990).
Approaches:

Direct and Indirect

There are basically two approaches to phonics
instruction:

direct (explicit) instruction and indirect

(implicit) instruction.

In direct phonics instruction,

6
letter sounds are taught in isolation and then "blended"
together to form words.

It is a part-to-whole approach

with emphasis on quick and accurate word identification.
In indirect phonics instruction, letter sounds are never
supposed to be taught in isolation; rather, the teacher
uses whole language experiences (predictable stories,
songs, rhymes, etc.) to teach letter/sound correspondence.
It is a whole-to-part approach with emphasis on meaning
(Anderson et a l . 1985; Botel & Seaver 1984; Dougherty
et al. 1989; Weaver 1990).
Whole language teachers use both direct and indirect
phonics instruction.

However, there is often no clear

distinction between the two approaches since direct
teaching in whole language classrooms does not follow the
typical teach/practice/test format.

Also,

in whole

language classrooms both kinds of teaching are directed
toward knowing how to use phonics rather than knowing
about phonics (Weaver, 1990).
What is done in whole language classrooms to foster
the development of phonics knowledge reflects the
philosophy of whole language learning.

Goodman (1986),

in his book, Wh a t 1s Whole in Whole Language?, summarizes
the principles for teaching and learning in whole
language classrooms:
School literacy programs must build on existing
learning and utilize intrinsic motivation.
Literacy is an extension of natural whole language
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learning:

it is functional, real, and relevant.

Literacy develops from whole to part, from vague
to precise, from gross to fine, from highly
concrete and contextualized to more abstract,
from familiar contexts to unfamiliar.
Expression (writing) and comprehension (reading)
strategies are built during functional, meaningful,
relevant language use.
Development of the ability to control the form of
reading and writing follows, and is motivated by,
the development of the functions for reading and
writing.
There is no hierarchy of sub-skills, and no
necessary universal seguence.
Literacy develops in response to personal/social
needs.
Children growing up in literate
environments become literate before they come to
school.
There is no one-to-one correspondence between
teaching and learning.
The teacher motivates,
arranges the environment, monitors development,
provides relevant and appropriate materials, and
invites learners to participate in and plan
literacy events and learning opportunities.
Ultimately, it is the learner who builds knowledge,
knowledge structures, and strategies from the
enriched environment the teacher helps to create.
As teachers monitor and support the development
of reading and writing strategies, learners focus
on the communication of meaning.
So there is a
double agenda in literary instruction.
The kids
focus on what they are using reading and writing
for.
The teachers focus on development and use.
Risk-taking is essential.
Developing readers must
be encouraged to predict and guess as they try to
make sense of print.
Developing writers must be
encouraged to think about what they want to say,
to explore genre, to invent spellings, and to
experiment with punctuation.
Learners need to
appreciate that miscues, spelling inventions, and
other imperfections are part of learning.
Motivation is always intrinsic.

Kids learn to
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read and write because they need to and want to
communicate.
Extrinsic rewards have no place
in a whole language program.
Punishment for not
learning is even more inappropriate.
The most important question a teacher can ask a
reader or writer is, 'Does that make sense?'
Learners need to be encouraged to ask the same
questions of themselves as they read and write.
Materials for instruction must be whole texts
that are meaningful and relevant.
From the first
school experiences, they must have all the
characteristics of real functional language.
There is no need for special texts to teach
reading and writing.
Away with exercises that chop language into bits
and pieces to be practiced in isolation from a
whole text!
Predictability is the real measure of how hard a
text is for a particular reader.
The more
predictable, the easier.
No materials are acceptable if they divert the
attention of writers from expression and readers
from comprehension.
(pp. 39-40)
An important difference in whole language teaching is
that children are taught purposefully.

Phonics and word

attack skills are taught in a meaningful way, as the need
arises, in the context of authentic literary events, as
opposed to a systematic, predetermined hierarchy unrelated
to the actual reading of texts or to specific student needs
"By guiding and encouraging children to make thoughtful
links and connections, skills become strategies that the
student transfers to other reading situations."
1988, p. 48)

(Routman,
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Phonics Learning
in Whole Language Education
There are recent research studies that support phonics
learning in whole language classrooms.

One such study,

conducted by Miller and Milligan (Washington State
University 1989),

...

examined whether children learn phonic decoding
skills by reading without direct phonic
instruction; compared the effects of a whole
language first grade reading program with the
effects of a traditional basal reading program;
and determined whether there was a difference
in decoding and comprehension abilities across
levels of ability.
(Miller, 1989, Abstract Page)
Subjects for the study were ...
an experimental group of 33 low socioeconomic
first grade students in two classrooms who
completed the year-long program and a control
group of 33 low socioeconomic students in two
other elementary schools matched by sex and
reading readiness, completed a Deletion Test
to assess their ability to comprehend
increasingly more difficult prose.
(Miller, 1989,
Abstract Page)
The control group used a word-centered skills approach.
They followed the scope and sequence of the Scott-Foresman
and Company Basal Series (1987).

As with most basal reader

programs the vocabulary is controlled and instruction is
centered on the use of the text and accompanying materials
(workbooks,

skills practice sheets, periodic assessment

tests, e t c .).
The experimental group used the whole language approach
The assumption made was that "one learns to read by reading
and improvement in reading ability comes as a result of
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reading.

It was further assumed that all skills, at least

those necessary for fluent reading, are learned by reading."
(Miller, 1989, p. 4)
The whole language classes differed from the basal
reader classes in the following ways:
1.

There was no systematic teaching of decoding
skills.

2.

There were no basal readers or any other
controlled vocabulary materials.

3.

There were no workbooks, skills sheets, or
periodic skills assessments.

4.

There was a much greater emphasis on reading to
the children and getting the children where they
could follow print as it was being read to them.
(Miller, 1989, p. 4)

Posttesting results indicated:
(1) students in the whole language classrooms
scored as well in decoding ability as those
students who received direct phonics instruction;
(2) as a group, students in the whole language
classrooms scored higher on the Deletion Test
than the control group (indicating greater
comprehension of increasingly difficult prose)
although (3) subjects scoring in the middle and
lowest on a reading readiness test accounted
for much of the difference in the overall
difference in the mean scores on the Deletion
Test.
Findings suggest support for the whole
language approach.
(Miller, 1989, Abstract Page)
A second study supporting phonics learning in whole
language classrooms was a naturalistic study involving two
first grade whole language classrooms.

Gunderson and

Shapiro (1987) were the primary researchers, both educators
at the university level.
For their study, they characterize "whole language
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classrooms" by citing M. Hall's (1986) recommendations for
language-centered classrooms:
(1) initial exposure to written language should
precede formal reading instruction; (2) students
should be immersed in meaningful print; (3)
students should be allowed to experiment with
print; (4) invented spellings should be encouraged
rather than discouraged; (5) language experience
should be part of the program; (6) extensive
writing should be encouraged at all levels; (7)
extensive literature experiences must be
available; (8) mechanics of writing should be
downplayed.
(p. 23)
The study was conducted over a period of one year
during which time samples of children's writings were saved
and extensive reading/literature activities were observed
and recorded.

The authors describe phonics oriented tasks.

One such session ...
began with the teacher introducing words beginning,
for instance, with /c/.
Students provided examples
which were written on wordcards.
Each glued his
word on the first page of the community book, for
example, chirp, check, Cheddar, chowmein.
Pages
had room at the top for illustrations and lines
at the bottom for writing.
Each student
contributed a story that contained /c/ words.
(p. 24)
An analysis of the children's writings indicated that
neither the children's development of phonic skills nor
their development of basic vocabulary suffered from reading
literature rather than skills materials (p. 24).
The development of phonic skills was also assessed
through the children's writings, by examining their invented
spellings:
Students revealed that they understood phonics
relationships quite well by producing such
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misspellings as tri (try), wuz (was), werking
(working), sine (sign), rane (rain), rany (rainy),
mowse (mouse), evre (every), chasd (chased), and
byootifl (beautiful).
They produced a great
number of misspellings that showed they were
overgeneralizing phonic relationships to
instances of words that did not follow the
rule.
(p. 24)
The authors commented, such overgeneralizations are a
natural development in language acquisition as children
develop more knowledge about the rules and systems of
language (p. 24).
The researchers concluded:
Findings of this study suggest, then, that
contrary to critics' warnings, whole language
programs result in students' learning phonics
relationships and mastering high frequency
vocabulary which is presented in basal readers.
Further study must be undertaken to measure other
areas of achievement of students involved in
whole language programs compared with those in
other initial literacy programs.
(p. 26)
A third study investigated the comparative effects of
a whole language approach and a code emphasis approach upon
the emergent literacy of 53 girls in two kindergarten classes
in an all girls' parochial school in the northeast.
This study, conducted by Helene Ribowsky (1985), used
a quasi-experimental pretest-posttest design.

One classroom

with 27 subjects was designated as the whole language
(experimental) group and a second classroom with 26 subjects
was designated as the code emphasis (comparison) group.
The experimental group received instruction in Holdaway's
Shared Book Experience Program, a whole language approach,
and the comparison group received instruction in Lippincott's
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Beginning to Read, Write, and Listen Program, a code emphasis
approach.

Emergent literacy - the concepts about reading

and writing resulting from a child's first encounters with
printed material - was divided into three subsets:
linguistic, orthographic, and graphophonemic literacy.
Ribowsky reports that the children in the two groups
were remarkably similar on the pretest measures.
The posttest results for each of the literacy sets
indicated ...
a significant treatment effect favoring the
whole language group.
The results
corroborated Holdaway's research, which
indicated a high level of success with the
Shared Book Experience in comparison with
a code emphasis approach.
(Ribowsky, 1985,
Abstract Page)
In summary, helping children discover pleasure in
reading and writing, and to become efficient readers and
writers are the goals of whole language teachers.

How they

realize these goals is determined by their theories of
teaching and learning.

Teachers in whole language programs

do not ignore phonics.

Rather, they encourage children

to use the necessary strategies to select just enough
graphic information to make sense of the print.
Carroll said,

As Lewis

"Take care of the sense and the sounds will

take care of themselves.

(Goodman, 1986, p. 28)

CHAPTER III
METHODOLOGY
This was a naturalistic study.

It describes phonics

transactions between teacher and learners, and learners and
learners in whole language classrooms.

The study examines

the learning that occurs within the authentic reading and
writing that the children do as they engage in the processes
of making and sharing meaning with and from print.

To

attain this purpose, the researcher began by characterizing
"whole language classrooms."

Citing Weaver (1990), in

whole language classrooms ...
1.

Children are expected to learn to read and
write as they learned to talk - that is,
gradually, without a great deal of direct
instruction, and with encouragement rather
than the discouragement of constant
correction.

2.

Learning is emphasized more than teaching:
the teacher makes detailed observations of
the children's needs, then assists their
development accordingly.
It is assumed that
the children will learn to read and write,
and the teacher facilitates that growth.

3.

Children read and write every day - and they
are not asked to read artificially simplified
or contrived language, or to write something
that does not have a 'real' purpose and a
receptive audience.

4.

Reading, writing, and oral language are not
considered separate components of the
curriculum or merely ends in themselves;
rather, they permeate everything the children
are doing in science and social studies, and
they are integrated with the so-called
creative arts.
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5.

There is no division between first 'learning
to read' and 'reading to learn.'
From the
very beginning, children are presented with
predictable and repetitive whole texts and
are encouraged to compose whole texts of
their own, however brief - real language
written for real purposes and a real
audience.
(p. 6)
Subj ects

The setting was a middle-class suburban school district
in the midwest.

The study groups consisted of two primary

classrooms, one first grade (Teacher A) and one kindergarten
plus (Teacher B); fifty-two subjects in all.
age was six years, six months.

The average

Rationale for selection was

Weaver's characterization of whole language classrooms and
the recommendations of school district representatives.
Working Design
The study was conducted over a period of three months
with approximately twenty hours of observation in each
classroom.

Following each observation, a narrative account

was written and shared with the teacher.

Several

observations were videotaped.
In addition to the observations, each teacher was
interviewed.

The interview was of a "story-telling" nature.

Each teacher was asked to react to an open-ended question
in their own words and in their own way.

The interviewer

provided few leads and used nondirective prompts to elicit
more information.

The interviews were audiotaped.

Together with the observations and interviews, the
researcher collected documents in the form of children's
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writings, phonics related activities and assignments, and
photographs of the classroom environments.
Document Collection
Each piece of data assembled by the researcher - the
interview protocols, observation narratives, children's
writings, phonics related activities and assignments,
photographs, etc. - were coded according to the following
categories:
reading;

Phonics through (1) shared reading;

(3) shared writing;

literature;

(2) guided

(4) individual writing;

(6) activities; and (7) conferencing.

(5)

For

easy access, the documents were placed in binders and/or
files using categorical markings.
were kept with the other documents.
form the data record.

Audiotapes and videotapes
All together these

CHAPTER IV
FINDINGS
At this point, we consider some of the ways whole
language teachers help their children develop the phonics
knowledge they need, both indirectly and through more
direct teaching.

For clarification and organization, the

sections are divided into developing phonics knowledge
through reading, writing, and literature and related
activities.

In actuality, however, there is little or

no separation between these processes.

The examples

presented are meant to encourage a wide range of
possibilities.
Developing Phonics Knowledge
Through Reading
In whole language classrooms, children learn to read
by reading.

The teacher's role is to create a learning

environment that facilitates this process.

Through the

use of several related means/methods/materials, children
are able to coordinate prior knowledge and context with
letter/sound knowledge to construct meaning from print.
The most common methods are presented here.
Reading Aloud
Reading aloud is seen as the single most
influential factor in young children's success
in learning to read.
Additionally, reading
aloud improves listening skills, builds
vocabulary, aids reading comprehension, and has
a positive impact on students' attitudes toward
reading."
(Routman 1991, p. 32)
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In both classrooms, reading aloud is a daily
occurrence.

Much of what is read are stories and poems

that relate to a given theme.

For example, in her unit

on Little Red Riding Hood, Teacher B shared the book, Look
O u t ! H e 1s Behind Y o u ! (a variation of Little Red Riding
Hood).

As she read, she involved the children in much

predicting, e.g.,

"Who/What do you think is behind the door?"

At one point in the story she said,
decide what I'm going to do.

"As a reader,

Do I look behind the door

first and then read the bubble talk? or ..."
several times while reading.

I have to

She did this

She talked about the decisions

she makes while in the process of reading.

At times, she

paused and invited the children to fill in words orally
with the aid of initial consonant sounds and meaningful
context.
On another occasion, Teacher B read aloud two frog
stories - The Frog and the Fly and Never Snap at a_ Bubble to lend visual support for her children's alphabet book
projects.

As she read, she talked about the pictures and

noted the characteristics of frogs.
During a study of Transportation, Teacher A read aloud
a new book titled This Is the Way We Go to School.
a rhyming book.
rhyming.

It is

As she read, the children joined in the

This happened spontaneously with no prompting

from the teacher.
Read alouds may also be the result of a child's bringing
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a book to school to share, or rereadings of the children's
favorite books and poems.
Following read alouds, the books are placed in the
classroom libraries and children often choose these books
to read independently or to each other.
Shared Reading
Shared reading is a process by which the whole class
or small groups participate in sharing a literary selection
as it is read by the teacher.

It is a relaxed situation

with emphasis on enjoyment and appreciation.

The literature

is chosen for its high predictability, often containing
rhythm and sometimes rhyme, as well as repetition.

Students

are encouraged to join in during the rereadings when they
hear familiar patterns or refrains in the selection.
Teacher Reading.

This form of shared reading, most

often referred to in the literature as "Shared Book
Experience," was first developed in 1965 in New Zealand by
Don Holdaway and a team of experienced teachers and
consultants.

Patterned after the bedtime story experience,

a Big Book, a charted poem or song, written in large print,
is placed where all can see.

The teacher gathers the

children together around her and invites them to read along,
silently with their eyes or aloud.

Usually, the teacher

reads through the selection first followed by rereadings
where the students participate more fully.

During the

readings, the teacher points to each word to promote
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one-to-one matching and letter/sound correlation.
subsequent rereadings,

On

some teaching strategies are often

utilized.
Many things can be learned through a Shared Book
Experience.

Weaver (1990) writes ...

Children will typically learn most of the
concepts of print simply by observing how the
teacher turns the pages of books, how the
teacher's hand or pointer moves across and down
the page, and how the teacher correlates the
spoken word with the written word by the use of
hand or pointer. ... The teacher will usually
be more direct in teaching other important
concepts, such as effective reading strategies.
By inviting students to predict what will happen
next, for example, the teacher encourages them
to adopt as their own the strategy of predicting.
Sight vocabulary and letter/sound relationships
are learned in part incidentally and in part as
the teacher directs attention to particular
words and letter/sound relationships or patterns
within the reading selections.
(p. 151)
On a visit to Teacher A's classroom, the writer
observed the use of the cloze technique.

It was dinosaur

week, and Teacher A and her children had been reading the
Big Book, Giant Dinosaurs.

This was their third reading.

Before beginning, Teacher A talked about the fact that
some words in the story were covered up.

She asked the

children to predict what they thought the covered up words
might be.

One sentence read:

Some dinosaurs were small.

Teacher A had all but the beginning consonant letter "s"
covered in the word "small."

As the children read the

sentence, many predicted the word "small."

Teacher A asked

the children why they thought the word was "small.

The
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response was that "small" begins with the "s" sound and
they could see the letter "s" at the beginning of the word.
At another point in the story, the word covered was
"nose."

Teacher A asked the children if the word was "neck"

or "nose."

They appeared confused, and she said,

take it a little further."

"Let's

And, she uncovered the next

letter which as an "o."
"Would 'nose' work?" she asked.
"Yes," answered the children.
This procedure continued throughout the reading of the
story.

Each time a covered word was encountered, Teacher A

encouraged the children to check carefully for clues that
might help them discover what the word might be, e.g.,
beginning letters, picture clues, context, etc.
Following the reading of the story, Teacher A went to
the chalkboard and drew a large rectangle.
into four sections.

She divided it

At the top of each section, she wrote

a letter - T, B, D, and S.

Then, she asked the children

to find dinosaur names in the story that begin with these
sounds.

After completing the chart, Teacher A and the

children read the names under each section, e.g.,
Brontosaurus, Brachiosaurus, etc.

They talked about how

the words were alike and how they were different.
During the same visit, Teacher A introduced a special
song about dinosaurs titled, All About Dinosaurs.

It was

written on chart paper in large print for all to see and
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sing along.
a pointer.

A child assisted by following the text with
The song had much repetition (see Figure 1).

Shared reading using Big Books is a frequent
occurrence in Teacher B's classroom, also.

In October,

a favorite of many of the children's was In ji Dark, Dark,
Wood.

As she read, Teacher B pointed to each word.

"Wood.

I want to say woods, but there is no 1s,'"

said Teacher B.
"Every page says dark, dark," a little girl commented.
"Yes, it's a repeating book.

Makes it easier to

read," explained Teacher B.
When she came to the word "cupboard," Teacher B said,
" C u p b o a r d

(stretched it out).

to put my finger under it.
finger from left to right).

Listen.

C u p b o a r d

I'm going

(moving her

Yes, the sounds I am saying

match the written letters."
Later in the story, Teacher B encouraged the children to
read with expression.

She said,

slower to build suspense!

"Let's let our voices go

... What on this page made it

say our voices should get louder?"
"The excited mark!" answered the children.
Following the shared reading of the Big Book, In a
Dark, Dark, Wood, Teacher B read another version of the
same story by David Carter.

As she read, she called

attention to the illustrations,
job?

"Did David Carter do a good

Yes, his pictures support."
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All About Dinosaurs
(a song)
Dinosaurs are very big, very big,
very big,
Dinosaurs are very big,
but most are very dumb.
The Tyrannosaurus was a mean o l ' thing, a mean o l ' thing,
a mean o l ' thing,
The Tyrannosaurus was a mean o l 1 thing,
cause he ate all the others.
The Stegosaurus was all bumpy, all bumpy,
all bumpy,
The Stegosaurus was all bumpy,
and he had two brains.
The Brachiosaurus lived in the water, lived in the water,
lived in the water,
The Brachiosaurus lived in the water,
because he only ate plants.
The Trachodon had 2,000 teeth, 2,000 teeth,
2,000 teeth,
The Trachodon had 2,000 teeth,
so he was called rough-toothed.
The Ankylosaurus's back was curved, back was curved,
back was curved,
The Ankylosaurus's back was curved,
that's how he got his name.
The Brontosaurus was very big, very big,
very big,
The Brontosaurus was very big,
and lived with Fred Flintstone.
Now you know about dinosaurs, about dinosaurs,
about dinosaurs,
Now you know about dinosaurs,
so I think that I am through.

Figure 1.

A dinosaur song
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The ending of the book was a big surprise for the
children - a ghost popped out!
As a follow-up activity, the children were directed to
draw a box as described in the story In a^ Dark, Dark Wood
and hide something in it.
"Be sure and cover it," reminded Teacher B.
When finished, the children shared their "box" pictures
with one another.

One little boy had written on his picture

"A Ghost!"
"Steven knew where to go to get the words
said Teacher B.
my rule:

'A Ghost!'"

(Steven had used Carter's book.)

"Remember

If you can't read it, don't copy it."

In a rereading of the Big Book, Cat and Mouse, two
children read the parts of the cat and mouse.

Teacher B

suggested they point to the words as they read.
"They're pointing to the words.

That helps," commented

Mark.
" T h r o u g h

(stretched it out).

Do you hear the

'th' sound?" asked Teacher B.
The Morning Message.

Each morning, Teacher A and her

children begin the day with a shared reading of the morning
message.

The message is written on the chalkboard before

the children arrive.

In it, Teacher A includes information

about the day and what will be happening that day in terms
of activities, schedule, special announcements, etc.
chooses a child to act as "teacher" by pointing to the

She
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words while the children read along.

An example of a

shared morning message follows:
Written on the chalkboard ...
Good morning boys and girls.
Today is Thursday,
September 26, 1991.
We have library this
afternoon.
We welcome Mrs. Grogan to our class.
How are your centers coming?
Using the morning message, Teacher A asked for someone
to come up and underline a compound word.

She said,

"Who

remembers what a compound word is?"
"It's a word with two little words in it," a child
responded.
"Who can go up and put a line under a compound word?"
asked Teacher A.
A girl came up and underlined the word "afternoon."
Teacher A asked the girl to say the word and tell what two
words are in the compound word "afternoon."

The girl said,

"Afternoon, after and noon."
Then, a boy came to the board and underlined the word
"welcome."

Teacher A asked the boy what two words are in

the word "welcome."

He responded,

"Well and come."

Teacher

A explained that the word "welcome" is not a compound word
because the word "well" has two "l's," not just one.
"Good try, though, Ryan."
Another compound word found was "today."
Next, Teacher A asked for someone to come up and put a
box around the "w" sound at the beginning of a word.
words "welcome" and "we" were boxed.

The

This was followed by
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drawing a smiling face above words with the "y" beginning
consonant sound.

The word "your" was found.

Then, words

with the "ing" sound were found, and finally, words ending
with the "d" sound.

Each time the children found words

with the reguested sounds, Teacher A called attention first
to the sounds and then to the symbols (letters).
point, a child hesitated on a word.

At one

Teacher A said,

"If

you forget, what can you do to solve the problem?"
The children answered,

"Go back to the beginning of

the sentence."
Teacher A was very positive and encouraging of the
children's efforts throughout.

Comments such as, "Nicely

done, boys and girls," reflect her positive attitude.
Student Reading.

Several times during the day, in

both classrooms, children volunteer to do shared reading.
Readings include self-selected books and/or self-made books
As part of the morning exercises, Teacher B includes
a sharing time.

On one occasion, a little girl shared a

book she had made from a coloring book page.

Teacher B

commented that using a coloring book for story ideas was
an excellent idea!

Another child read the book, The

Birthday Cake (Wright Group).

She had taken the smaller

version home to read with her family.
book she had made.

Erica shared a

It had text and illustrations (see

Figure 2 ) .
In Teacher A's classroom, student reading often takes
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Erica's Book
Page #1:

M7' CLOR BOOK
by Erica

MY COLOR BOOK
by Erica

Page #2:

A red APPL

A red apple

Page #3:

A Blue Schiu

A blue sky

Page #4:

A Brown BAR

A brown bear

Page #5:

Green Gras

Green grass

Page #6:

The EAND

The end

Figure 2.

Erica's book
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place just before lunch.

Children volunteer to share their

favorite stories read during silent reading.

Also,

following guided writing, students often share what was
written with one another.
Partner Reading.

Shared reading may also be partner

reading where one child reads and the other follows along.
This quarter, Teacher B's children are partner reading
with another kindergarten class.

The two classes get

together in each other's rooms with the visiting class
bringing the shared reading materials.

Since Teacher B's

children are six and older, they are the more experienced.
On the day the writer observed, Teacher B's class
was scheduled to visit the other class.

Before leaving,

the children gathered up all kinds of books (Big Books,
self-made books,

Sunshine books, library books, etc.)

to bring along.

Each child had three or four books to

share with a partner.
When they arrived, they were directed to find a
partner and read (see Figure 3).

As the writer walked

around, she noticed Andrew saying to his partner,
- and.

Could be Andrew.

in my name."

"A n d

These are the first three letters

He was sharing his Little Miss Muffet book

made earlier in the week.
This was a very relaxed, social time.

Children were

sitting side-by-side, on the floor.
I see a lot of readers in here.

Raise your hand if

29

Figure 3.

Partner Reading
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you are a reader!" said Teacher B.
Tape Recordings.

Many hands went up!

In many primary classrooms cassette

tapes are used to record favorite literature selections.
Children listen and follow along visually with the
recordings.

This activity aids fluency, development of

sight vocabulary, and story comprehension (Routman, 1991).
Teacher A uses cassette tapes to record stories for
listening pleasure and for skill building exercises
(following directions).

Listening is a weekly center

activity in her classroom.
Guided Reading
In guided reading, students read and discuss the same
literary selection at the same time.

Each student has their

own copy of the selection, and the teacher guides the reading
process through modeling good questioning techniques,
encouraging open-ended responses, observing the students'
reading abilities and attitudes, and promoting the enjoyment
of literature in a relaxed, social setting (Routman, 1991).
Guided reading lends itself to direct and indirect
teaching of vocabulary, phonics, and word-attack skills.
There are often teachable moments when, as the need arises,
the teacher develops strategy lessons for particular skills.
These moments occurred often in Teacher A's guided
reading of Eric Carle's book, The Very Busy Spider.
The group (small), with Teacher A's guidance, was reading
and illustrating the text.

Each child had a xeroxed copy
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of the text; and, as they read together, they added
illustrations to support the text.

Many opportunities arose

to use their knowledge of letter/sound relationships in their
reading.
answer.

For example, in the sentences,

"The spider didn't

She was very busy spinning her web," which repeats

throughout the story many times, Teacher A asked the
children to put their finger on a word that begins with
the "v" sound.

The children pointed to the word "very."

"And, how does 'very' end?" asked Teacher A.
"With 'e,'" answered the children.
"There's the 'y' sounding like an 'e' again," pointed
out Teacher A.

"There's another word in that sentence that

does the same thing.

Can you find it?"

The children responded,

"Busy."

At another point in the story, the word on the page was
"grunted," and the children read the word as "growled."
Teacher A questioned,

"How does 'growled' begin?"

"Grrr," the children replied.
"But 'growled' doesn't fit our meaning because there's
a pig.

Can you think of another word that begins with 'grrr'

(sound) that would fit the meaning?" asked Teacher A.
The children did not respond.
"Would a pig grunt?" asked Teacher A.
"No," said the children.
"Yes, a pig does grunt.
Teacher A.

The word is 'grunted,'" said
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While the children worked on their illustrations,
Teacher A displayed her copy of the book, The Very Busy
Spider.

She pointed out different ways the illustrations

support the text.
Another guided reading observed by the writer took
place in Teacher B's classroom.

It involved the reading of

Room 5 1s News, the classroom newspaper (see Figure 4).
With the children gathered around her, Teacher B
directed them to turn to "Monday" in their papers.
"To find Monday, what letter do we need to look for?"
asked Teacher B.
"M," answered the children.
"Please read with me, if you can," said Teacher B.
As she read, Teacher B paused on certain words to
encourage the children's use of letter/sound knowledge
and meaningful context to help guess the words.
questioned the children, e.g.,
sandbox?"

She also

"Who made a city in his

"Where is Niccole going?"

"Who is back?"

As the writer observed, she noticed children circling
words as they read.

Teacher B explained that the children

circle words they can read.
After sharing their newspaper with one another,

the

children take it home to share with their family and
friends.
Independent Reading
Both teachers encourage and support independent reading
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by providing a wide variety of reading materials in their
classrooms from which to select.
student-authored.

Many of the books are

Books are changed and added to as needed

(usually to support themes) to promote high interest.
Setting aside time for independent reading is a
priority in both classrooms.

Many times the writer

observed children choosing to read and write during choice
times, a good indicator of developing interest in reading
and writing.
Developing Phonics Knowledge
Through Writing
In whole language classrooms, teachers focus on writing
as a process.
first day.

Children often begin writing from the very

Even though initially their writing may look

more like scribbling, treating them as writers gives them
the necessary confidence to continue the process.
As children begin to use letters and letter-like symbols
in their writing, whether actual correspondence between
letters and words represented exists, the teacher begins to
demonstrate relations between letters and sounds.

She does

this by modeling with the class through a shared writing
experience, how to "spell" words using the sounds the
children hear.

Encouraging children to "sound out" words

and represent the sounds with letters,

stimulates

development of basic letter/sound relationships.

This use

of "inventing" spellings is not to get words "right;" rather,
it is used to encourage critical thinking as the children
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compare ideas, explain their reasons, and thereby grow in
their understanding of letter/sound associations (Weaver,
1990).
The activities presented in this section on phonics
through writing illustrate how whole language teachers
demonstrate and model strategies children may use to support
themselves in their development of letter/sound knowledge.
They also demonstrate the support children give one another
in the writing process.
Shared Writing
During shared writing, the teacher and students write
collaboratively with the teacher acting as scribe.

It

differs from language experience in that the children are
more actively involved in the process; topics discussed,
choice of words used, are arrived at jointly by the teacher
and the students.

As in shared reading, the teacher's role

is supportive and encouraging.

"Because children are

focusing on the composing-thinking process without the
additional task of transcribing, shared writing frees their
imagination and helps them gain confidence in writing
independently."

(Routman, 1991, p. 60)

Room 5 1s News, a daily occurrence in Teacher B's
classroom,

is a good example of a shared writing experience.

A description of one such writing experience follows:
Using large chart paper, Teacher B began by writing
the date.

(She always uses the same format for the first
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two lines so even the high-risk children can read it.)
Next, she asked the children who was absent.
"How do we know who is absent?"

She said,

Suggested strategies for

finding out were discussed, e.g., look around the room,
check the lunch sign-up sheet, etc.

Using the children's

language, Teacher B wrote the news for the day.
At one point, the word "grandma" was needed.
B asked,

"How do we spell

"It's on the

Teacher

'grandma?'"

'G' chart," someone volunteered.

"Grandma" was a listed word on the "G" chart posted in
the room.

Words that begin with "G" are added to the chart,

as the need arises.

"Grandma" was also found in several

other places in the room because the children had been
reading and writing about Little Red Riding Hood this
past week.
As Teacher B wrote, she encouraged the children to
use their knowledge of letter/sounds by saying,
out!"

"Help me

She drew many spellings from the children in this

way.
With the writing completed, Teacher B and the children
read through the news together (see Figure 4).
Another activity in Teacher B's classroom that lends
itself to shared writing is "Star of the Week."

The

procedure is as follows:
1.

The "Star of the Week" sits on a chair in front
of the class.
Nearby is a chart featuring
photographs and a self-drawn portrait.
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2.

The Star shares his photographs with the class.

3.

The Star writes his name on the chart.

4.

The children ask the Star questions about
himself, e.g., "What's your favorite food?"

5.

Teacher B asks the children what they learned about
the Star and writes it down, using the children's
language.

When the writing is completed, the Star of the Week
reads the story.
his finger.

As he reads, he points to the words with

Then, Teacher B transfers the shared writing

to a ditto and has copies made for each child in the room
to keep in their Star of the Week folders (see Figure 5).
Two more examples further illustrate shared writing in
whole language classrooms:
Following the class's visit to a local farm, Teacher
A suggested that the children write a story to tell about
their many experiences.

Displayed on the chalkboard were

several large cut-out pumpkin shapes with photographs
attached (see Figure 6).

Teacher A began by saying,

"This morning we're going to write a story about our trip
to Windmill Farm.

What do we have to remember when we are

writing a story?"
A boy answered,
"Good, Logan.

"It has to be true."
Does it make any difference what

happened first?" asked Teacher A.
"Yes," the children agreed.

"It has to be in order."

Pointing to the picture on the first pumpkin (working
from left to right), Teacher A asked,

"What's happening
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Star

o t the Week

|. He

likes

Pizza Wu+.

2. He

likes
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Figure 5.

Star of the Week

w^ e
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Figure 6.

Shared Writing (pumpkins)
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in this picture?"
Using the children's language, Teacher A wrote ...
Our class went to Windmill Farm.
We are
waiting for the tractor to come and pick us up.
After writing, Teacher A asked the children to read
the writing all together.

Then, she moved to the second

pumpkin.
This procedure continued through six pumpkins.

Many

times in writing, Teacher A encouraged the children to use
their letter/sound knowledge.
Teacher A asked,

For example, on pumpkin #3,

"What sound does

'yucky' begin with?"

"Y," answered the children.
"What is the ending sound?" questioned Teacher A.
"E," said the children.
"But 'yucky' ends with a 'y,'" said Teacher A.
”Y' can sound like 'e' sometimes," volunteered a
child.
On another occasion, Teacher A's boys and girls had
been reading Arnold Lobel books.
Frog and Toad Are Friends sharing and discussion.

One book in particular -

had been the focus for much

As a follow-up to the story,

Teacher A explained to the children that they will be
writing their very own Frog and Toad plays.

Each child

will work with a partner and together they will write a
play.
Discussion followed as to what needs to be considered
when writing a play, e.g., Who will be Frog and who will be
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Toad?

What needs to happen to make it exciting and

interesting for the audience?

Teacher A suggested that

the children think about what they like to do with their
friends.

"Do you have to do the same kinds of things that

Frog and Toad did?"

They talked about different

possibilities.
Before getting with partners, Teacher A reviewed the
directions.

"When you get with your partner, boys and

girls, you are to ...
1.

Talk about the story before writing;

2.

Write your story.
You must agree on what is to
be written.
Each child should do some writing;

3.

When finished writing,
and then;

4.

Make your puppets."

share your story with me,

The children met with their partners and began the
process of shared writing.
Megan.

The writer observed Erin and

They wrote ...

Wensts (once) tare (there) was a frog and a toad,
frog want (went) rollrsating (rollerskating) to
toads haose (house) and fell ovre (over) a rocke
(rock) but he dant (didn't) criy (cry).

toad

came runing (running) out the dore (door) and
helptd (helped) him

he said I am o ky.

toad

said laet (let) me get you same (some) iec (ice)
he said o ky

wy (Why) dont (don't) you kcam (come)

in syde (inside) why (while) I goet (get) you same
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(some) ice.

he said o ky.

the prcke (park)

lets (Let's) go to

he said o ky.

The girls titled their play,

"frog and toad togathr"

("Frog and Toad Together") by Erin and Megan.
When they finished writing, they read their play to
Teacher A.

Then, they went to work on their puppets

(see Figure 7).
Tomorrow, the children will perform their plays for
each other.
During the shared writing, one way a writer supports
another was demonstrated.

The description follows:

At one point in their writing, Erin wrote the word
"ice" iec.

Megan looked at the writer (myself) as if to

say, "Should I say something?"

Then, she said to Erin,

"Erin, you have all the letters right; they're just not in
the right order."

(This was said so sensitively.)

Erin didn't seem at all bothered by this and went on
writing.

Megan did not insist on a change, but when her

turn came to write "ice," she wrote it correctly.
Guided Writing
Guided writing is much like guided reading.

The

teacher's role is to facilitate the writing process by
guiding students, responding to them, and extending their
thinking in composing text.

It occurs any time the

students are writing and the teacher is available to help.
As in guided reading,

"there are opportunities for choice,
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Figure 7.

Megan and Erin with their puppets
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decision making, peer response, and for making connections
to students' lives."

(Routman, 1991, p. 66)

A recent visit to Teacher A's classroom found her boys
and girls actively involved in a writing experience titled
My Favorite Place in C. ...
On the chalkboard was written ...
My favorite place to go in C. ... is ...
Why?
What do you do there?
How do you get there?
Who do you go with?
How often do you go there?
Children had been directed to complete the topic
sentence and then go on to tell more by answering the
questions listed.

Along with the text, children were asked

to illustrate their stories.
While the children were writing, Teacher A moved around
the room, helping individual students.
The writer sat with Megan and Erin as they wrote.
Megan wrote ...
My favorite place to go in C. ... is brawneys
(brownies).
I go to brawneys with My frand
(friend) Lauren.
Becos (because) We Have fun
and We go on fylde (field) traps (trips) to
gathre (together).
I wak (walk) with My
brawneys.
I go tare (there) evrey (every)
Frieyday (Friday).
Erin wrote ...
My favorite place to go in c. ... is Mcdales
(McDonald's).
(She had the sign in her
illustration with an "M" on it!)
tey (They)
hav (have) Peeza (pizza).
I go wat (with) my
mom Dad and ryann (Ryan) tow (two) Days a
week.
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Writing time is not a "sit and be quiet" time.
Voices are heard throughout the room as children read back
their stories to themselves and to one another.
Following the writing period (lasting around 45 mins.),
the children gathered together to share what they had
written.

Teacher A explained that their stories will be

made into a book.

"However, because they are so

interesting, we're going to share them now."
A combination shared/guided writing lesson occurred
when Teacher B and her boys and girls were invited to visit
another classroom to demonstrate and assist the writing
process.
To arouse interest and hopefully stimulate oral
discussion, the two teachers agreed to switch pet guinea
pigs (their classroom pets) the evening before!
Using large chart paper, Teacher B began by asking
the children,

"How do we spell

'Squeeky?'

Look around.

See if you can find the word 'Squeeky' written somewhere in
the room."
The children found "Squeeky" written on the guinea
pig's cage.

Teacher B wrote "Squeeky" on the chart paper.

"What can we say about Squeeky?" asked Teacher B.
"What does he look like?"
"He's brown," volunteered one child.
"Is he all brown?" asked Teacher B.
"No, he's half brown and half white," answered the
same child.
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Teacher B wrote ...
Squeeky
1.

He is half brown.

2.

He is half white.

"How do we spell 'brown?'
the room,"

Help me out!

Look around

said Teacher B.

The children found the word "brown" displayed in the
room along with the other color words.
"What is Squeeky doing?" asked Teacher B.
"He is eating," answered a little girl.
Again, Teacher B wrote ...
3.

He is eating guinea pig food.

The complete story read . . .
Squeeky
1.

He is half brown.

2.

He is half white.

3.

He is eating guinea pig food.

Following the shared writing, the children read the
story together.

Then, Teacher B directed Mrs. C.'s

children to draw a picture of Squeeky and write a story
to go along with the picture.

Teacher B's boys and girls

were asked to sit with Mrs. C.'s children (in partners)
and assist them in the writing process.

Both teachers

guided the writing as they moved around the room.
Independent Writing
Opportunities to write independently occur often in
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both classrooms.

Most common is journal writing (Storybook

writing as it is called in Teacher A's classroom) where
the children write on topics of their own choice.
In Teacher B's classroom, early morning arrival and
free choice are often times when children choose to write.
One morning, the writer arrived early and observed
a little boy painting a picture of a pumpkin.

When he

finished painting, he wrote a story to go with his picture.
He wrote ...
I KN C A PN (I can see a pumpkin.)
Teacher B hung his picture on the wall (see Figure 8).
Teacher A's boys and girls write in their Storybooks
almost every day.

When they finish writing, they read it

to the mother helper (volunteer).
During one visit, the writer sat in Center #9 - The
Writing Center - and observed the children as they wrote.
Ricky wrote ...
I lik (like) haks (hawks).
Erin wrote ...
I like My mom becas (because) she comes in to
halp (help) in the class rom. (classroom)
The writer asked Erin,

"What do you do if you don't

know how to spell a word?"
"Just sound it out as much as you can," she said.
Claire wrote ...
I Love my mom i love my dad
i love my sistr
(sister)
i love my brothr (brother) i love ...
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Figure 8.

Mark's pumpkin story
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Amber wrote . . .
Wine (When) i wnt (went) swiming (swimming)
it Was fun and i had fun.
Both teachers encourage their children to write notes
to them and they write back.
where children may hang notes.

Teacher B has a note board
Teacher A has a mailbox.

Also, both classrooms are "littered with literacy."
(Weaver, 1990, p. 148)

Print is everywhere!

This seems

to really support the children when reading and writing.
If they don't know how to spell a given word, they can often
find it somewhere in the room.
Developing Phonics Knowledge
Through Literature and Related Activities
In whole language classrooms, many activities that
promote the development of phonics knowledge occur during
shared reading experiences involving children's literature.
Such activities often involve direct phonics teaching;
however, as Routman (1991) writes ...
Within these contexts (whole literary selections),
there is nothing wrong with direct, explicit
teaching of phonics as long as it is done
strategically.
Words can be taken out of
context as long as they are put back into
context.
(p. 150)
The following examples demonstrate ways whole language
teachers facilitate the acquisition of phonics knowledge
using literature and related extended activities.
Following a shared rereading of their story titled,
A Man Who Loved Apples (a shared writing that followed a
reading of the book, Johnny Appleseed), Teacher A suggested
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that the children go back through their story and look for
words that have the "apple" sound (short "a").
A Man Who Loved Apples
John Chapman grew up on a farm in Massachusetts.
He loved apples.
He left the farm to go west
to plant apple trees.
He wore a pan on his head
and carried a bag of appleseeds.
Along the way,
he made friends with kids.
They liked him
because he told them stories.
He also made
friends with the animals.
Johnny's appleseeds
grew into many trees.
Because of Johnny, we
have apples today.
We are glad there was a
Johnny Appleseed.
Words found were listed on the chalkboard beside a
picture of an apple with "a" written beside it.
listed were:

appleseeds, animals, Massachusetts, pan,

Chapman, glad, plant, and bag.
"was."

Words

One word considered was

Teacher A stretched out the sounds,

"Was

... Do

you hear the short 'a' in 'was?'"
"No," the children replied.
"Let's read our words together.
to mark the short 'a's'"

As we read, I'm going

Teacher A went around the table.

Each child said a word.
"Massachusetts.
s e t t

s?"

Which 'a' is short in M a s s a ch u

asked Teacher A.

"The first

'a,'" said the children.

After all the words were marked and pronounced, the
children read the words together.
On another occasion, Teacher A extended the shared
reading of the Big Book, A Very Hungry Caterpillar.
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She asked the children,

"What sound do we hear at the

beginning of 'caterpillar?'"
The children responded with the hard "c" sound.
"Let's go back through the story and see how many 'c'
words we can find," said Teacher A.
Words found were:

Carle, came, cone, cheese, cupcake,

cherry, chocolate, cake, cream, cocoon, and ice.
"Now, let's read the words together.

... Do all the

words begin the same as 'caterpillar?'" asked Teacher A.
"No," answered the children.

"Some begin with 'c h '"

"Yes, some have the 'choo-choo'

sound, the 'ch' sound.

Who will come to the board and circle a 'ch' word?" asked
Teacher A.
Words circled were:

cheese, cherry, and chocolate.

One boy circled the word "cherry" and said,

"cheese."

Teacher A suggested he go back and find the word in the
story to check himself.
correctly.

He found the word and read it

The picture clues helped him self-correct.

As a follow-up activity to the story, the children
made caterpillar pictures using letter "c's" for its body.
A cooking activity was a natural extensiong following
a shared reading of the nursery rhyme, Little Miss Muffet.
Teacher B and her children made Curds and Whey.

To get

ready, she wrote with the children (using large chart paper)
what was needed.
"What does the recipe say we need?
said Teacher B (see Figure 9).

Let's read it,"
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Recipe for Curds and Whey
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Curds and Whey
1.

M i l k (stretched out the sounds as she
wrote) - Children helped with all of the
consonant sounds.

2.

Vinegar - "Good, got the 'v.'" As Teacher
B wrote "vinegar," she underlined the little
word "in." A little girl noticed this and
said, "It's vinegar!"

3.

Crackers - Again, many consonant letters
were drawn from the children.

4.

Pot - Children were able to spell the whole
word correctly.

5.

Spoons - "oo.1 What makes that sound?"
asked Teacher B.
She stretched out the
sounds as she wrote - s p oo n s .

6.

Cup - Children supplied the beginning and
ending consonant letters.
Teacher B helped
with the short "u."

7.

Strainer - Teacher B drew the "st" from the
children.
She wrote the remainder of the
word.

Teacher B drew picture symbols on the chart to support
the written symbols.
"David, you've been such a good listener, would you
get the milk for us, please.

And Kara, you bring the

recipe," directed Teacher B.
When we arrived at the cooking room, Teacher B hung
the chart (needed items) on the wall and gathered the
children around the table.

She began with a math problem.

"Our recipe calls for two cups of milk.
double this recipe.

We're going to

What is two plus two?"

Someone answered,

"Four.
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Next, she held up a table knife.

"This gives you

a clue as to what this is going to turn into."
The children predicted cheese, butter, a spread, etc.
Teacher B opened the vinegar and walked around the
table letting each child smell it.

Then, she measured the

milk (with the children's help) and poured it into the
pan.

She placed the pan on the stove.

bubbles, what happens?"
Responses were:

"When the liquid

she asked.

"It steams.

... It boils over.

...

It's very h o t !"
As the milk heated, Teacher B passed out plates,
napkins, knives, and crackers.

"Take one to eat now,

and two to save."
When the milk came to a boil, Teacher B removed it
from the burner and added the vinegar.

Then, she walked

around the table and allowed each child to stir (very
carefully!) the mixture.

"Which smells stronger, the

milk or the vinegar?" asked Teacher B.
"The vinegar!" the children replied.
"What are 'curds' and 'whey?'" asked Teacher B.
She took the children back to the recipe to help them
problem-solve.

" ... stir until

'curds' form.

Strain

off 'whey' ..."
From the description and their cooking experience,
the children were able to tell between the two.
Next, Teacher B gave each child (and the writer!) one
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spoonful of "curds" to eat.

"What are you eating?"

she asked.
"Curds," answered the children.
"Where's the vinegar?" asked Teacher B.
"It's in the liquid," volunteered a child.
"It looks like cottage cheese," responded another
child.
The children ate their curds and crackers, cleaned up
the cooking room, and returned to their classroom.
Another extension acitivity to go along with their
reading of Little Miss Muffet was making individual
alternate Little Miss Muffet books.

Teacher B explained

that the children chose three ideas ...
Page 1:

Where Miss Muffet is sitting.

Page 2:

What she is eating.

Page 3:

What frightened her away.

To get started, Teacher B had the class take paper
and pencils out on the playground and draw and label three
places Little Miss Muffet could have sat.

Then, they met

back in class and Teacher B wrote down their ideas on
chart paper, e.g., Little Miss Muffet sat on a pipe, or
a wall, etc.

The children were told they could "invent"

their own ideas or "borrow" from the chart.

When finished,

each child had a book to take home to share.
Following their readings of several Eric Carle animal
books, Teacher B's boys and girls decided upon making
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individual animal alphabet books.

On the morning the

writer visited, the letter for the day was "F."
B introduced the animal for "F" - the frog.

Teacher

Using a

dictionary, Teacher B asked the children to help her find
the word "frog."
"Where do I look, the beginning, the middle, or the
end?" she asked.
The children guessed the middle.
"Think about where 'F' is in the alphabet," suggested
Teacher B, referring to the alphabet bulletin board with
the letters and animal names listed.
Teacher B read the dictionary definition and then asked
the children to put the definition into their own words.
Some responses were ...
"A frog has strong legs and can hop."
"A frog can swim."
Using the children's words, Teacher B wrote on the
board . . .
A frog can h o p .
The children were directed to sketch a frog on paper
and then, using their green finger-painted paper from
yesterday, make a cut-out frog to glue to their brown and
blue background.

Along with the cut-out frog, they were

to write the sentence from the board on a strip of paper
and glue it to the background.

Teacher B reminded the

children to use the books on display to get ideas for
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their frog sketches.

There were many available in the

room.
When the children went to work, Teacher B explained
that the alphabet book, a 26+ day project, grew out of
the children's interest in the Eric Carle animal books.
Together they searched out animals found in the books for
each letter of the alphabet, drew pictures and labeled
their favorite animals, and voted for their choices.
The finished product, a laminated book of twenty-six
animals with text, will go home as a surprise Christmas
present for their families.
Because there was no animal for the letter "X,"
the children invented one, the "X-fly."

They wrote a

description of it, also (just like in the dictionary see Figure 10).
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Figure 10.

Children's description of an X-fly

CHAPTER V
CONCLUSION
The objective of this study was to enter two whole
language classrooms and observe the actions and reactions
of the subjects to determine how phonics knowledge is
developed.

Specifically,

it concerns strategies used to

develop phonics knowledge through (1) reading;
and (3) literature and related activities.

(2) writing;

It is not an

evaluation of phonics teaching and learning in whole
language classrooms; rather,

its purpose is to describe

these events as they occur naturally within the context of
real reading and writing.
In whole language classrooms, teaching practices are
based on "what works" most effectively to help children
become efficient,

independent readers and writers.

Because the goal is independence, whole language teachers
help children to help themselves by modeling strategies
they may use to problem-solve.

The message to the child

is, "How can you solve this problem?"
Whole language teachers "teach" reading and writing
by reading and writing with children; and all the while
they are "thinking aloud" and making their thought
processes and strategies visible to their students.

The

use of letter/sound knowledge is one such strategy.

The

goal of the teacher in teaching phonic skills, both
directly and indirectly,

is that they will become
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strategies that the learner can use purposefully and
independently.

Phonic skills are considered valuable only

to the extent that they can be strategically applied to
authentic reading and writing situations.
In whole language classrooms, there is little or no
separation between reading and writing.

Skills and

strategies are developed as the need arises within the
context of authentic literary events.
Although the examples presented in this study confirm
the hypothesis,

it is the recommendation of this writer

that the study continue through the present school year.
The reasons are twofold:

(1) evidence of phonics knowledge

development will be more conclusive; and (2) a wider
variety of examples may be accumulated to share with teachers
considering meaningful integration of phonics into their
total reading programs.
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